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Applying Ethnography
Anthropologists in schools of education have devoted major attention to curriculum change by introducing educators to the problems entailed in cross-cultural research, communication, and educational delivery systems. These new directions in the educational program have created greater potential for the dissemination of anthropological knowledge to students of education. However, new curriculum does not necessarily result in identifiable changes in the relationship between local communities and the university in which the anthropologist is based.
The literature reports only a few instances in which university faculty reach out to local communities on behalf of the department or university to strengthen community or community-school involvement in school change (see, for example, Erickson and Gantz 1974; S. Schensul 1981) . A recent example is presented by Barnhardt, who describes a broad effort to relate professional schools to service institutions and Native American and Eskimo community organizations in Alaska (1982) . If educational anthropologists are to change the relationships between universities, local communities, and educational institutions, they must regularly and systematically seek out change strategies that reach beyond the boundaries of professional schools.
Large scale public service institutions, such as public school systems, hospitals, and departments of social service, constitute the second most important base for educational anthropologists. These institutions are vehicles of cross-cultural transmission as well as settings for intercultural conflict. They embody dominant group values and behavior that often differ from, and conflict with, those shared by local ethnic groups. Anthropologists in these institutions may act as links to local universities and colleges because faculty members, especially those in professional schools, are interested in providing research and other training experiences for students.
Nevertheless, anthropologists in public service institutions rarely become involved in the development of informed community participation in the initiation and implementation of student training and service programs. This is primarily because public service institutions do not give high priority to the involvement of local communities in the formulation of their policies and programs. Yet, an active and stable community educational institution that can articulate local interests and advocate clearly on behalf of constituents is crucial to ensuring the importance of a community perspective. Only with such a force are educational anthropologists likely to become engaged in research that includes community involvement and an ongoing community perspective.
Community-based organizations often represent the education or other interests of specific constituencies. There are few examples such as the work of Margaret Gibson and Cathie Jordan (reported in this issue) in which anthropologists have been involved in the establishment of community education programs or in the efforts of special interest groups to change local schools or other helping resource systems. Applied research in these settings has not been of interest to an-thropologists, perhaps because funding for work of this nature is unstable and difficult to maintain. Nevertheless, these organizations and other more informal community collectives have great potential to provide the base for quality ethnographic research. They also are well equipped to use research results to make sure that the concerns of local communities in education and other services are met.
The professional positions and activities of educational anthropologists may appear diverse and unrelated. Yet all share a common concern with ethnic populations, improvements in education in multiethnic communities, the identification and resolution of educational problems, and the use of ethnographic research as a tool in educational change. How then can educational anthropologists interested in using research for change bring together local communities and educational institutions to collaborate in the recognition, understanding, and amelioration of educational problems?
We turn to this question by considering three exemplary projects in an urban area of the northeastern United States. Each project involved a local or state educational institution, the University of Connecticut, and several organizations based in an urban Puerto Rican/Hispanic community. Each begins in the local community and then reaches out to collaborators in related institutions. In each case we review the purpose and organization of the project, the uses of ethnographic research, and the roles of anthropologists in conjunction with other major participants in the attempt to solve education related problems.
The Evolution of Settings
The Puerto Rican/Hispanic community in Hartford is relatively new (Backstrand and Rico 1978) . This study led to a suit against the local board of education in 1979 for failure to provide bilingual education to Puerto Rican/Hispanic and other bilingual/bicultural students. The Hartford Board of Education signed a consent decree and established a bilingual program, which was monitored by a lawyer hired by a community education task force. Recognizing that the consent decree was only a preliminary step in addressing the issue of educational accessibility, the task force sought to obtain information concerning other areas of educational programming.
In that same year, educational anthropologists in the University of Connecticut School of Education suggested that the task force apply for funding from the National Institute of Education to train Puerto Ricans to carry out educational research. These anthropologists were interested in expanding the role of the School of Education in the local Puerto Rican community. They saw the granting program as a way of linking faculty with the community while bringing in new students for course credit. Members of the task force decided to apply for funding.
Anthropologists on the task force assisted in designing a project to bring together community professionals, educators, and others interested in applied educational ethnography in the Puerto Rican community. The long-term goal of the program was to develop a network of Puerto Rican/Hispanic applied ethnographic researchers who would carry out educational research in topic areas of concern to the community with the cooperation of the university. The Hispanic Health Council, then part of La Casa de Puerto Rico, received three years of funding for this program. An administrative team consisting of a community research coordinator and an educa-tional anthropologist organized and administered the program. This team taught applied research courses and planned workshops and applied research projects with the trainees, following guidelines set by the overall research, training, and utilization program of the Hispanic Health Council (Borrero, Schensul, and Garcia 1982; J. Schensul 1981) .
The project conducted a two-semester course sequence for three years. The first semester concentrated on ethnographic research methods, the second on the development of an applied research project. The methods course began by rooting ethnographic research in the experience of the participants and by examining the roles of applied research in community and school settings. The second section of the course covered methods of ethnographic data collection ranging from participant observation to formal surveys. This was followed by a review of approaches to community research, including the results of research conducted locally. The fourth section of the course explored ways of linking schools and other educational institutions to the local community, using research as a tool. The course concluded with planning for a small-scale applied research project to be carried out by trainees, singly or in small groups.
Project guidelines followed the principles of applied research. The problem to be addressed was to arise in an "action setting" and was to be deemed significant by others in the setting as well as by the researcher. The project was to be negotiated so that it was researchable; that is, it needed to be translated into a research framework and associated with one or more identifiable theoretical approaches, drawn from the literature, the knowledge base of the trainee, or from both. Research methods were to be articulated carefully and agreed upon by all parties. Participants were told to specify ways of utilizing information once gathered. By following these guidelines the trainee became an action researcher, responsible for carrying out research while creating the action setting for its use.
The program brought together an unusual cross section of educators, researchers, community activists, and social science students. Course work was accredited for two years by the University of Connecticut School of Education, and for the third year by the New Hampshire College of Human Services, as part of a degree program. The program also was able to offer a series of special workshops in research methods, the politics of educational research, and current trends in methods and classroom practice. * Acute phases are highly disruptive because they cause severe pain and demand immediate attention. They result in missed school days and disrupted household schedules that can create significant stress in families with marginal economic and social support resources.
Delays in cognitive and social development may not be identified until the child enters school, at which point hearing appears normal. As a result, the child may be labeled "learning disabled," "emotionally or mentally retarded," or "language delayed," but the cause-fluctuating reduction in auditory stimuli-is not identified properly. Greater familiarity with the problem and its consequences would provide needed assistance in the prevention of otitis media and its consequences, as well as in the development of more focused educational interventions.
A team of community researchers and educational anthropologists began to collect pilot data on the distribution of otitis media in the Puerto Rican community. These data supported the argument for a project geared simultaneously to developing a theoretical framework for understanding otitis media in its social and cultural context and to offering health education and early medical intervention. The project represents a collaboration between the Hispanic Health Council and the pediatric clinic of a local community hospital interested in child and adolescent development. It is now staffed by a community coordinator, two community researcher/health educators, and an anthropologist.
During its first year, the project staff interviewed and provided education to over 100 families in the community and among patients in the participating clinic. An explanation for the widespread distribution and seriousness of the problem was generated from interviews, observations in homes and clinic waiting rooms, and epidemiological data. These data allowed the team to prepare educational materials for communitywide dissemination.
Community interest in the problem of otitis media was immediate and widespread. We found that interest extended to school personnel at the city and state levels. Our interviews showed that parents, teachers, school nurses, and primary care physicians were describing treatment of the problem as episodic and dismissing individual cases as "just a little ear infection." Mothers also were reporting language delays and unusual behavior in children with chronic otitis media. However, nonSpanish speaking educators and health care providers did not observe these behaviors in bilingual or Spanish-speaking children, and could not obtain developmental norms for Puerto Rican/Hispanic children. Finally, teachers, speech clinicians, and school nurses were identifying Hispanic children with language delays and hearing problems in the early grades but were not collecting comprehensive medical histories.
At the request of the State Department of Education, the Hispanic Health Council organized a series of institutes on otitis media for special education personnel working with Hispanic children. The planning team for the institutes included the Hispanic Health Council otitis media program staff, pediatricians, and language and child development experts. The objectives were to increase awareness of the consequences of otitis media for Hispanic children, to offer culturally appropriate cognitive intervention strategies, and to encourage school personnel to collect information on otitis media among the Hispanic special education student population in their school districts. and providing second language instruction to mainstream language teachers or other service personnel. Second language instruction through total immersion is often the method of choice since it is believed to be cost-efficient and rapidly accomplished, and it requires few changes in local institutions serving the non-English-speaking populations.
Total immersion language classes usually are offered by native speakers of the language through private sector or special universitybased programs. They tend to focus on spoken language competence, ignoring the social, behavioral, and specialized semantic aspects of language use in specific cultural settings. Thus, trainees may be linguistically competent to speak with students or others receiving services, but they are not likely to be culturally competent. For example, they are unlikely to be familiar with belief systems, social interaction, paralinguistic behavior, and other aspects of culture that affect directly the quality of interaction in a classroom or clinic. In addition, language training alone does not offer a critical perspective on service delivery, nor a relationship with community advocates who might assist in the reorganization of services to native speakers.
One solution to this dilemma is a language and culture immersion program designed around specialized aspects of service delivery and an understanding of the cultural and community context of service. In 1979, the Hispanic Health Council was asked to create such a program Schensul et al.
to meet the needs of community nursing personnel. The program, designed jointly by a community administrator and an educational thropologist, integrated language and culture, the university and the community, services to individuals and community development, and service providers and community residents.
A bilingual teacher working with medical students developed the first elements of technical vocabulary and grammar. Building on these materials, a sociolinguist generated a technical Spanish curriculum for use with service providers, with the help of local language informants (Lotito 1984). Next, two bilingual teachers, working with an educational anthropologist, formalized the "culture" section of the curriculum by integrating available ethnographic materials on the history of the Puerto Rican community in Hartford. The case files of the Hispanic Health Council furnished language-oriented case materials for class discussion in Spanish.
In 1981 1984) . Each class included grammar, vocabulary, and questioning skills, topic-specific interviews with key informants, and discussion about the topic. In addition to classroom exercises and interviewing, trainees attended community meetings and festivals and visited a spiritual center. Guest speakers from the Puerto Rican community were invited to the classroom to lead discussion on community issues.
To enhance familiarity with the community, as well as to create the setting for total immersion, the program hired local Spanish-speaking families as "language/culture instructors" for trainees. These families worked from ten to fifteen hours a week with students. In addition, they integrated the trainees into family and community social life. Trainees' experiences with families were analyzed in the classroom. In this way the program was able to incorporate the results of ethnographic research in the Puerto Rican community with ethnographic methods, including participant observation and openended interviews.
During the summer, families and trainees developed an independent relationship that continued beyond the course. Trainees continued to visit with families and to increase their fluency in Spanish. At the same time, families learned to utilize health services more effectively and improved their technical English. Both groups have learned to communicate with each other across ethnic, cultural, and linguistic boundaries. Most importantly, Spanish language trainees understand the importance of language and culture in service delivery. Consequently they are able to advocate for more bilingual/bicultural teachers and service providers in the area. The program continues to offer immersion experiences and has expanded to draw summer students from the New England area.5
Implications for Applied Educational Anthropology
The approach discussed here begins with a community interested in improving service delivery in health, education, or other areas of community development. It requires one or more sectors of a college or university to recognize that existing curriculum is inadequate to provide services to this community. Of further importance are service institutions that recognize the limitations of their service delivery capabilities. Links among these loosely related systems are facilitated by anthropologists working with colleagues interested in a specific problem that can be solved only by combining resources across settings.
The programs described here are fundamentally anthropological in nature. They are sensitive to the culture, social organization, and behavior of the community in question-in this case, the Puerto Rican/Hispanic community of Hartford. Information about the local community is collected, using traditional ethnographic methods that include both qualitative and quantitative data. This information is incorporated into training curricula and serves as a base for specialized research projects on education-related topics of concern in the community. Results of special projects then are utilized in a variety of approaches to community change. Central to the data collection process is collaboration between the education-oriented anthropologist and concerned actors in the community, the university, and local service sectors. These actors provide the context within which research problems can be identified, relevant data collected, theoretical frameworks developed, and the research results utilized.
The projects are systemic in their approach to service, to utilization of information, and to the development of training materials. That is, individuals-clients, students, and other trainees-are viewed within their broader social setting and it is recognized that understanding of the setting is critical to providing service and developing change strategies. Each arena of activity is seen as embedded in a larger network of individuals, organizations, and historical events that must be taken into consideration.
Anthropologists from the central collaborating institutions played important roles in each of the projects. In the case of the language program, anthropologists worked with linguists at the university level and with community researchers and trainers to conceptualize and carry out language and culture curriculum. Fundamental to the Puerto Rican Research and Training Program was the collaboration of anthropologists and their colleagues at the university, and the overall coordination and implementation of the program in the community setting. The otitis media project depended on the collaboration of educational anthropologists, community researchers, and state and local health education service providers. In these settings, anthropologists were involved in building internal relationships with nonanthropological colleagues who, as primary change agents, united around the development of research projects, programs, training curricula, and approaches to change.
Reports continue to point to significant problems in the American education system. Solutions to these problems are said to be found in improved teacher training, financial incentives, more relevant curriculum (for example, emphasis on computer literacy), and the creation of collaborative relationships between government, the business community, and the schools.
Missing from this national debate are two key factors: understanding the connections among these proposed solutions to educational mediocrity, and the role of local communities in determining educational policy. These gaps are cause for serious concern. If we cannot see that the problems, and therefore their resolutions, are interconnected, or that students and their families must be involved in a rapidly changing education system responding to an even more rapidly changing economy, we cannot expect to see desired results. This is especially relevant for minority and other groups that have unequal access to basic services.
The challenge for applied educational anthropologists is to find ways to use applied research methods to bring all sectors together to assess, develop, and utilize new approaches in education that bear on the interests of the communities in which they carry out their research (Lindquist 1973). Clearly, the work of anthropologists and their collaborators in all settings is crucial to this goal. Nevertheless, the historical role of communities in initiating and advocating educational change, coupled with the experiences described here, suggests that the collaboration we are proposing is unlikely without the existence of well established community research institutes. If our primary interest is in the successful interface of education systems and local communities, creating and sustaining such institutes may be the first priority of applied educational anthropology.
